This study explores the connections, reflections, and risk-taking practices of elementary preservice teachers (n=15) enrolled in a Teaching Writing/Language Arts Methods course at a Pacific Northwest University as they engaged in a 4-week thematic unit focused on British Gothic Literature. The big questions asked about the connections and moves made both as student and beginning teacher. The study then looked at how new knowledge was infused into teaching practices. Inductive, phenomenological analysis of reading responses, informal quickwriting, narratives, lesson plans, reflections, and field notes reveal that the preservice teachers participated in the unit with enthusiasm and curiosity as students, arrived at cautious acceptance as future teachers, and then demonstrated nuanced risk-taking with the material as actual teachers.
student attended each class session as a participant observer (Spradley, 1980) . Each class day, for three hours, she observed and took field notes of the overall tenor of the classroom, the preservice teachers, and the instructor. The field notes, focused specifically on student engagement, participation, and questions, provided necessary context for each of the lessons listed in the unit.
Data Collection
To examine the preservice teachers' perceptions, experiences, and connections with British Gothic literature, reading responses, narratives, reflections, quick-writes, and field notes were collected. To answer the question of how preservice teachers' perceptions, experiences, and connections influenced and shaped teaching practices and risk-taking within those practices, lesson plans and reflections on the lesson plans were collected. Table 1 summarizes the type and amount of data collected. All data was scanned into the computer as images and subsequently returned to the preservice teachers after assessment and evaluation were completed. After data collection ended, names were removed, and each preservice teacher was assigned a unique alphanumeric code so as to be able to track them individually, if necessary.
Data Analysis
Using a phenomenological approach, data analysis was initially concerned with the lived experiences of the preservice teachers (Kvale, 1996; Greene, 1997; Maypole & Davies, 2001) .
During the first phase of analysis, the preservice teacher writings were read thoroughly two times. On the second read through, the pages were cut into paragraph-sized pieces since most of the paragraphs generally contained a single unit of thought. The pieces were then pasted the onto large index cards. Moments of summary, specific textual analysis, and literature circle attitudes were excluded because they were not indicative of perceptions, experiences, and connections.
Instead, attention was paid to the reflective and narrative moments that addressed either British Gothic literature and/or literature in general, classroom use, choice justification, and personal anecdotes. This process yielded 352 cards.
The second phase of analysis involved re-reading and re-viewing the data and assigning a code that appropriately described the writing of the preservice teachers. Common codes that began to appear included "Text-to-Text Connection" and "Personal Anecdote." The second phase of analysis yielded 139 cards. The third and final phase of analysis separated the cards into three general categories: Student Practice, Possible Teacher Practice, and Actual Teacher Practice. Student Practice is here defined as the moves and risks taken as a student/preservice teacher inside the teacher education program. Possible Teacher Practice is defined as what the preservice teachers, still operating on some level as students, assume they will do in the classroom regarding literature and the teaching of such. And finally, Actual Teacher Practice is taken from the two lesson plans preservice teachers crafted while participating in the unit and the course in general.
Findings
Three overarching themes emerged from the data set. The first theme included the practices of the preservice teachers as they engaged with the unit as a student. The second theme was their possible teacher practices as they reflected on how they might use this type of literature in the classroom. The third, and final theme was their actual teacher practices as they crafted two lesson plans. (1) As students, they generally enjoyed their encounter with something new, (2) as possible teachers, they mostly considered the use of such literature fine as long as it was adapted, and (3), when acting as actual teachers, they largely reverted to safer content and did not include Gothic literature in their lesson plans.
Student Practice
The time period for the required texts is the 19 th century, and they, therefore, contain language that is not as familiar to these particular preservice teachers as texts with more modern language might be. As the unit progressed, and the reading embarked upon, the preservice teachers found the literature difficult to read and digest. When describing the readings, they used descriptors such as "wordy," "long," "boring," "tough," and "thick." One student lamented in a quick write how they wished they could have "selected their own literature circle book" due to the difficulty of The Strange Case of Jekyll and Hyde (Stevenson, 1886) . However, even though they found the language challenging and unfamiliar, they were still amenable to fully participating with the thematic unit.
Overall, through their quick writing, narrative reflections, and reading responses the preservice teachers enjoyed participating in the unit for many reasons. The quick writes revealed many comments about loving the exposure to a new and unfamiliar genre of literature. All of them said they had either never heard of or thought about British Gothic Literature, and although a few claimed they were familiar with Edgar Allen Poe and even fewer with Flannery O'Connor, they had little to no experience with anything outside of American Gothic writers. They were, however, eager to learn more. The final quick write revealed that many found the exploration of British Gothic literature "interesting," "exciting," and according to one student, "fabulous."
In the reflections on their narratives, most were pleased with not only the assignment, but with their ability to navigate and complete it successfully. Although there were two preservice teachers who did not find the assignment purposeful, the majority were pleased with the creative freedom the assignment allowed and found it purposeful for various reasons such as that it allowed them to "think outside the box" and to "tell their own story." One student in particular said they thought that "the door was wide open and that they were ready to go through." Another student claimed they "surprised themselves" with their creativity. Still others found space to revise and edit their work and to practice writing in general. The narratives themselves demonstrated knowledge of British Gothic elements (such as castles, labyrinths, frightful weather, omens, vampires, and so forth) discussed and used in class. The assessments, which were based on a predetermined rubric, showed successful convention implementation across the board.
According to their reading responses asking them about the specific texts, all were able to find a pathway to and connect with the stories. The Vampyre (Polidori, 1819 ) sparked interest and memories as they remembered that they did "like vampire stories" and most of them made connections to other authors such as Stephanie Meyers and Anne Rice, and to other texts such as Dracula (Stoker, 1897) and even the old television show Dark Shadows (Costello, 1966) . Two reminisced about Halloweens past and "hanging out with family members who loved everything Gothic and dark." After reading The Sandman (Hoffmann, 1844) , they pondered over whom they empathized with, Nathaniel or Klara, making connections to our present love of technology as well as to negative experiences with former significant others. In addition, following our discussions of Green Tea (Le Fanu, 2008) where poor Reverend Jennings is menaced by an evil monkey, every student had a story about a time when either they or someone they knew were terrorized by an animal, be it a dog, cat, crow, or squirrel.
The final reading response asked them to talk about their experiences and connections in terms of the overall unit. The same words appeared repeatedly and included descriptors such as "exciting," "rewarding," "educational," "beautiful," "spectacular," and "intriguing." Although there was an Early Childhood major who claimed they did not find the unit "super helpful," most wrote statements like "I developed an appreciation of Gothic Literature," "I want to read more,"
"It actually wasn't that bad," and one student even lamented their birth in this time period claiming, "I was born in the wrong era. I feel I would fit in better in 18 th /19 th century London."
Clearly, the preservice teachers, in regard to their own personal learning as students, were deepening their understanding of and engagement with the content of the unit.
Possible Teacher Practice
As the teachers they think themselves to be, the preservice teachers considered how their learning during the unit impacted their future teaching practices. In the final quick write, many addressed the possible use of British Gothic literature in the classroom. They wrote sentiments such as "it was so fun and will be great to bring into the classroom with some adaptations of course." Three thought that Halloween was a great time to talk about this kind of literature and one student "really thought it was useful for students to get at their own stories." Not everyone was pleased with the unit activities. There were two who decided the unit was "not applicable in any way to their own future teaching" and that "religious beliefs and risk of parent offense would never allow them to bring this kind of literature into their classroom."
In the final reading response, they were asked about the possibility of bringing literature into the classroom and all but three were enthusiastic about the possibility of teaching with literature, saying not only that it was "possible" but also "desirable." The reasons for such a move included "important messages," "building vocabulary," "contributing to a student's wellrounding," "building a love of reading," "sparking interest in new things," "connecting to the lives of students," and "introducing students to new perspectives and cultures." Most attached qualifying statements to their affirmative answers. For example, they added statements such as "if it is age-appropriate," "but it would have to adapted," or "but it is more appropriate in the upper grades."
There was also concern about future students' attitudes about English and literature.
Some of them remembered the boring classes they took in middle school and high school and vowed to remedy this issue in their own classrooms, claiming that early exposure to literature and more specifically, unfamiliar literature that connects to students' lives, will help decrease the "dread" and "boredom" that kept them from loving and understanding older stories and other texts. Two did not share the above sentiments, and as Early Childhood majors they disapproved of most literature in the classroom because it had too high a potential of being too mature or too complex for children. They cited fear of "angry parents," "developmental issues," and an anecdote about a scary story heard in a first-grade classroom that did not go well.
According to field notes from the first day's discussion, much excitement was generated over the possibility of using age-appropriate scary stories in their lesson plans. One student claimed that teachers "need to teach them about real life." However, subsequent writings suggest a reconsideration as well as a demonstration of a deep anxiety around the type of literature and the age of the students-ideas that may have been already firmly implanted as they entered the course and the unit, as researchers such as Borko & Putnam (1996 ), Calderhead & Robson (1991 and Tomlinson (1999) have argued.
Actual Teacher Practice
Of Their mission, according to their Facebook page is to "inspire a love of reading in children through storytelling," and Frankenstein is one of many clips available.
Of the remaining lesson plans that employed a type of literature, Fairy Tales and
Children's Literature were the most often used types. The fairy tales included unspecified selections such as "Cinderella," "Jack and the Beanstalk," and a few paragraphs from the original version of The Little Mermaid (Anderson, 1837) . There were also other stories that might be considered more fable than fairy tale such as unspecified versions of "The Three Little Pigs" and "The Princess and the Pea." A few preservice teachers also selected from Fractured Fairy Tales (Scieszka, 1996) (Schachner, 2007) .
Hug-O-War and Noise Day-and one used Skippyjon Jones and the Big Bones
For the Young Adult literature, select passages from Harry Potter and the Deathly Hallows (Rowling, 2009 ) appeared. In the "Other" category, the texts were small samples from the U.S. (Austen, 1813) , as well as the unnamed "popular stories in multiple genres." In addition, one preservice teacher used the science fiction short story, There
Constitution and Pride and Prejudice
Will Come Soft Rains (Bradbury, 1950) .
The reflections that accompanied the lesson plans revealed preservice teachers' insights about their specific literature choices and overall ideas about using literature in their teaching.
There were several who did not provide reasoning and justification for their text selection, but many indicated they had selected their texts because of either their or their student's previous use or knowledge of the texts, as the following responses indicate.
Emily: "I love Shel Silverstein's poems. They are fun and entertaining and most students are aware of him."
Catherine: "I am using fairy tales because students love fairy tales."
Isabella: "I picked Anasi because I have used it before and I knew what I could do with it and had seen good ways and not so good ways to approach it."
Jonathan: "Last semester, I had the opportunity to read Frankenstein in one of my classes.
Frankenstein is a classic and was a fun read. The obvious hurdle was the difficult language to read and length of the writing. I found a YouTube video that addressed both concerns."
Manfred: "The constitution is something that most people are familiar, but most students don't understand how powerful the writing is."
It would appear that although a few beginning teachers reverted to more familiar literature, there were moves being made that demonstrate more careful thinking about its inclusion.
Also present was commentary about literature in general and its place in the classroom.
Most responses included descriptors such as "fun," "balance," "imagination," and "well- Expanding on Pratt's thinking, Gomes and Carter (2010) suggest that an awareness of stereotypes has to exist before critical discussion can occur. As a parallel, awareness of their own pasts might need to be more thoroughly developed in the preservice teachers before they can take risks with different genres and writing activities. The following students (names have been changed) concisely sum up the awareness that developed:
Emilia: "I think that if we were exposed to more literature, we would have a better attitude about it later."
Julia: "It's important to get students out of their comfort zones. Later in life, students will be reading and analyzing all sorts of things so in order to prepare them, I want to expose them to all types of reading. Reading a variety of material also allows students to see different perspectives. I want my students to understand that the world is seen through different eyes in different ways."
Some of the attitudes and comments could be attributed to the researcher's own background and experience with the subject. Five students wrote that their favorite part was the "passion for and knowledge of the subject." The second researcher noted at least once per class session that "students looked engaged" and "students seemed receptive" as they moved through each three-hour session of literature and methods. When asked to define "engaged" and "receptive," the second researcher explained that students looked alert, were making eye contact, and endeavored to include their own connections and insights into the discussion. She also noted on the second day that the instructor "sounded very knowledgeable about the topic" as they were provided examples and specific details about related texts.
Their text excited to "finally introduce Ray Bradbury," has since been the researcher's office to breathlessly explain how she is not only taking a British Literature course but has received permission from the course professor to craft and present a thematic unit as her final project. As she turned to leave, she happily exclaimed, "And I'm totally using Gothic Literature!"
British Gothic literature presented these future teachers with a scaffolded space with which to work through unfamiliarity-both in language and in content, a skill they may be able to transfer to their reading of and reflection on more diverse and multicultural texts. There were certainly a few who were relieved to have the unit come to a close and who plan on never using this type or any type of literature in the future. Such reactions were expected, and through selfreflection, a level of comfort was reached with the fact that not everyone has to be as enamored of the material as the instructor is. Nevertheless, the rest of the future teachers provided good evidence that they have come to a more nuanced understanding and that they have expanded their thinking as well as their repertoire of strategies for their future classrooms.
Future Directions
One month of instruction does not a risk-taking teacher make and, as Johnson (2011) argues, if "teachers seek to change students' initial negative perceptions about classroom materials, [then] they must offer them in-depth, repeated experiences that contradict their misconceptions" (p. 218) and it is reasonable to suggest that the same holds true for preservice teachers. Regardless, one month provided a good starting point, although in the future, it may be better idea to more fully embed such instruction rather than having it stand alone as an isolated and rather stark unit of instruction.
Incorporating different literary genres also provides a place for future direction and would also allow spaces for preservice teachers to connect their personal experiences with the material. For example, Contemporary Literature could also be embedded into a course to open spaces for discussions about marginalized voices or Historical Fiction where students entertain alternative interpretations and constructions of historical events and figures. The student, who was excited about bringing in Science Fiction, connected her work with her own passion about literature with futuristic settings and time travel. And finally, it is difficult to draw solid, longterm conclusions about a specific set of preservice teachers after a few short weeks of interaction. Tracking and talking with them as well as collecting artifacts and interviews as they move into their student teaching and beyond would help provide a bigger, more accurate picture of their risk-taking activities as far as literature is concerned.
Conclusion
Ruminating on the subject of risk-taking, the vampire Lestat tells readers "very few beings really seek knowledge in this world. Mortal or immortal, few really ask. On the contrary, they try to wring from the unknown the answers they have already shaped in their own minds --justifications, confirmations, forms of consolation without which they can't go on. To really ask is to open the door to the whirlwind" (Rice, 2004, p. 380) . What an eloquent phrase for precisely what teacher educators want from their preservice teachers as they embark on their own teaching journey where it is imperative that they foster creativity and innovation in themselves and in their own students.
Gothic Narrative Assignment
Narrative is a significant way in which humans interact with each other and make meaning or sense out of their lived or personal experience. Stories shape our identities and while often told for entertainment, they can also create a sense of shared history, linking people together; they can provide psychological healing. Reading or listening to the narrative of someone who faced a life crisis similar to one you are experiencing can help you through the crisis. They can also help the writer deal with the crisis they can provide insight, facilitating the discovery of values, the exploration of options, and the examination of motives. Whatever the reasons, one of the worst reasons is to fulfill an assignment, so take care in selecting the period for this one so that you are not merely "doing your assignment." This space is for you to demonstrate your knowledge of gothic conventions and to write about a day in your life that you found especially moving, challenging, enlightening, troublesome, etc.
Assignment: Think of one day that was especially interesting or eventful and turn it into a 500-word Gothic short story. Make use of the themes and conventions we have discussed in class, borrowing the language and tone of the novels and texts we have encountered during this unit. Be specific and concrete and include sensory detail. The story should have a clear purpose and only span the course of one day or less.
Reflection: Spend some time re-reading your narrative when it is all finished and ready for submission. Why did you pick the day you did? Were there other days you considered? Why didn't you pick them? What strategies did you use to complete this assignment and why? Was this assignment purposeful to you? Why or why not? This section should be 400-600 words. 
